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Foreword

T IS WITH MIXED FEELINGS of pride and relief that we
offer this guide to teaching English in Florida secondary
schools to the teachers of the state.

The feeling of pride arises from a job well done by a committee
of hard-working professors, supervisors, administrators, and
teachers who have thoughtfully created, carefully sifted, and
meaningfully set down some sound and workable suggestions for
improving instruction in the field of English.

The feeling of relief comes from the knowledge that here at
length we have a new guide to teaching English which reflects
current trends and modern usage and considers the vast implica-
tions of modern communication media. There has been an under-
standable but none the less discomforting lag in providing this
information for Florida teachers, and it is gratifying to know that
now it is available.

Originally charged with developing a curriculum guide in
English for grades one to twelve, the committee responsible for
this publication elected to divide its efforts and to concentrate
first on the teaching of English in the secondary school. This pub-
lication is a result of those efforts. A guide to teaching English in
the elementary school will follow closely.

Before offering it for general distribution, the committee has
tested the usefulness of this document in a variety of ways. The
Florida Council of Teachers of English spent one day of its annual
meeting in 1961 reviewing and reacting to the workdraft. Large
numbers of English teachers have used the material experiment-
ally in their classrooms. Scores of other professional educators
have made suggestions for improving its effectiveness. The practi-
cal nature of the document which has evoived will ensure its
usefulness.

To teach pupils to speak and write accurately and clearly and



to communicate effectively are major goals of the scheols.
Although this guide alone cannot guarantee the attainment of
these goals, it will provide a common base on which English
teachers, both new and experienced, can build their own individu-
ally appropriate instructional programs.

As teachers you are not asked to follow the guide precisely,
not even to accept it in its entirety. You are asked only to give it
careful consideration and to glean from it any values it may hold
for vou. The guide does not answer all questions, and those ques-
tions that are answered may not always provide you with the
answers you want or can accept. I am confident, however, that
the teacher who does not find something helpful in this document

will be rare.
%/2’ %4,&..-/

Floyd T. Christian
Commissioner of Education
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Introduction

HIS PUBLICATION is a guide for the English program in
junior and senior high schools of Florida. It is not a course
of study nor a syllabus.

It long has been recognized that a curriculum in English, as
in any subject, must be developed by local groups of teachers who
can appraise the special needs and characteristics of particular
student populations and communities. Such local groups, however,
need guidelines which can be determined from a study of the
scholarship and research in language and literature and in the
teaching of English. To identify such guidelines is the purpose of
this publication.

Accordingly, the committee preparing the guide took as its
first responsibility the analysis of scholarship, research, and cur-
rent trends in the teaching of English. The recommendations and
suggestions which are offered represent an application of this
analysis to the Florida scene. Thus, this is not merely a statement
of beliefs by one group.

Articulation of grade levels is a major problem in the English
program. The Committee preparing the guide represented all
grade levels from primary to college, though the material for
gradés 1-6 and for grades 7-12 appears in separate volumes.

All instruction in English must develop, of course, from certain
ohjectives on which, in general, teachers of English agree: under-
standing and enjoyment of literature and skill in the oral and
written uses of English. Rather than discuss these objectives for-
mally, however, the committee decided to allow them to be im-
plicit in all that is presented. Vital to the development of the
individual and to the welfare of our society, the effective English
program seeks to develop the language abilities of every student
to the limit of his potential.

In the work of the committee the aim of responsibility to the
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scholarship in the fiel.] was coupled with the aim of practicality.
In his day-to-day work with a many-faceted subject, the individ-
ual English teacher faces many problems. Though his professional
solutions will be his own, he should {ind help in this guide; for it
is likely that many of his problems are also the problems of other
teachers. Among the practical problems treated in the guide are
these: How much writing should students do? What kinds of
writing should be emphasized? How can writing be evaluated
most effectively? What does grammar do for students, and what
does it not do? Should structural linguistics be substituted for con-
ventional grammar? How can students’ language usage be raisz2d
to higher levels? What are important literary experiences at the
various grade levels? How should the literature program be
organized? Are book reports valuable? How can instruction in
speaking and listening be worked into the regular fabric of the
English program? How may effective units be organized? What
adjustments should be made for students of high ability and of
low ability? How does team teaching work? What is good college
preparation in English? What role should the English teacher play
in the teaching of basic reading skills?

Implementation of the Guide

Preparation of this guide will have been an idle exercise, of
course, unless it is put {o use in improving the English program
in the local communities of Florida. If implementation is to be
eﬁectivq,:téachel-s, principals, supervisors, and teacher-education
personnel all have vital roles.

The role of the teacher. Naturally the effectiveness of any pro-
gram rests, in the final analysis, with the individual teacher. If
the kind of English program envisioned in this guide is to be
developed, every teacher must be willing to scrutinize rigorously
his own procedures and to make adjustments where needed,
even at the jeopardy of his personal comfort and prejudices. Fun-
damentally, what is required of the individual teacher is a profes-
sional attitude. This demands that he be willing to act on the
basis of the scholarship in his field even at the expense of pet
procedures or individual views if these are not in harmony with
the body of professional information. It is vital that the teacher’s
professional rights be protected; it is also important that teachers
exercise individual initiative. But with individual rights goes the
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responsibility to adjust instruction in the light of research and
scholarship. The teacher, for example, who insists on extensive
exercises in sentence diagramming in the belief that writing abil-
ity is being improved is not professionally responsible.

The role of supervisors, curriculum consultants, and depart-
ment heads. Persons with overall supervisory or consultative
responsibility can help greatly in the implementation of the guide
by bringing it to the attention of teachers and by discussing it in
group meetings. Furthermore, they may help in obtaining needed
materials for implementing recommendations of the guide. They
may help also in enlisting the interest and cooperation of admin-
istrators and in explaining the material in the guide to adminis-
trators, members of boards of education, and other laymen.
Obviously, too, they will need to assist individual teachers in
interpreting the guide and in iinplementing it step by step.

The role of principals. In systems in which there is little pro-
vision for overall supervision, the principal may help in the ways
listed immediately above. As the leader of the faculty in the indi-
vidual school, the principal can lead in setting a scholarly atmos-
phere. His interest in implementing the guide and his encourage-
ment of the English teachers in doing so may be his greatest
service. He may help greatly, tuo, through taking the attitude that
teachers of all subjects have responsibilities in teaching reading
and study skills and in developing skill in the basic mechanics of
language. It will be important, too, for the principal to provide,
as nearly as possible, the optimum conditions for effective teach-
ing of English. This will involve an analysis of materials, teaching
schedules, and procedures for scheduling students.

The role of teacher education personnel. It is obvious that
teacher education personnel in the State’s colleges and universi-
ties will play an important long-range role in the implementation
of this guide. Some rigorous analysis of college curricula and
teaching procedures by departments of English and of education
may be in order. Most of the state’s prospective junior and
senior high school teachers of English are not receiving adequate
training in writing, language structure, or speech. Too often the
literature courses stress literary history with the result that the
student does not himself learn how to read the genres of litera-
ture. Very few prospective teachers have opportunity to take
much-needed courses in literature for adolescents. A number of
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students are given inadequate experiences in student teaching,
Departments of English and of education may render great serv-
ice by working together in attacking the question: Are we
producing teachers qualified to teach in the kind of English
program envisioned in this guide?

Only a widespread team attack will produce an improved Eng-
lish program.

Action is needed now!
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CHAPTER ].

Literature

ESPITE THE HEAVY burden of skills teaching which the

English course carries, it is the study of literature which
furnishes the real content of the English program and lies at its
core. For most secondary school students, study of literature is
often their only contact with the humanities.

It is imperative, then, that the literature program be as effec-
tive and vital as possible. Yet to many Ligh school graduates,
their study of literature, in retrospect, recalls a hazy melange
of identifying “morals,” searching for climaxes, sleuthing for
similes and metaphors, and memorizing sonorous lines of verse.
In many schools the important objectives of the literature pro-
gram have gotten buried under a mass of traditional practices
and assumptions inherited from literary scholarship of an earlier
day.

The Report of the Literature Committee of the School and
College Conference on English! cites four popular “miscon-
ceptions” in the teaching of literature:

1. Excess of literary history
2. Misguided “correlation”
3. Abuse of technical analysis
4. Unimaginative application

It may be profitable for each high school to examine its program
for evidence of these distortions. There is little doubt that pro-
grams in the eleventh and the twelfth grades often have been pre-
occupied with the history and chronology of literature. Students
have learned facts about authors and selections, have sampled
scantily of a great many writers, and have learned certain gen-
eralizations about literary periods and movements. Few teachers

1Reprinted in G. W. Stone, Jr., Issues, Problems, and Approaches in the Teaching
of Engish. (New York: Holt, Rinehart, and Winston, Inc., 1961.)

1
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will deny that there is value in historical perspective and in a
student’s ability to identify what he reads with certain great
traditions such as romanticism and realism. But many would
not agree that a plodding chronological survey of American or
British literature is the best way to achieve these outcomes or
that such surveys have not frequently resulted in teaching about
literature at the expense of directing experiences with literature.

Again, most experienced teachers would agree on the value
of wise correlation of literature with other subjects such as social
studies. Yet the attempt to “fit” literature into the social science-
based unit often may prevent the student from seeing the special
values of literature.

Overemphasis on the technical aspects, or craftmanship, of
literature is the bane of some programs. Analysis of literary
technique is indispensable in the college course enrolling only
majors in English, but the analytical approach must he used
most cautiously with general students in the high school.
Emphasis on the technique of literature too early has dried up
the incipient interest of many students. It is important that
students develop an understanding of iechnique, of aspects of
craftmanship and the critical terms that describe them, not
directly and formally but inductively through ever-expanding
and more intensive experience with selections of literature.
Unless a student can recognize and discuss irony, for example,
in a short story he reads, it will be ol no value for him to
memorize a definition of the term.

To the authors of the School and College Conference Report,
“unimaginative application” means the attempt “to make litera-
ture useful to the student as a preparation for specific situations
in life”—the teaching of Frost’s “The Death of the Hired Man,”
for example, for the purpose of showing students “how to deal
with those who may some day make claims on our kindness.”
Certainly, literature should be related, when possible, to real
life situations, and its ethical possibilities plumbed, but overcon-
cern with “morals” or didacticism is stultifying.

Dimensions of the Literature Program
Three dimensions® apparently define the literature program

*Much of the material from this section is drawn from several published articles
by Dwight L. Burton and from Literature Study in ‘the High Schools (New York:
Holt, Rinehart, and Winston. Inc., 1959).
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in the high school: (1) the developmental dimension, in which
concern is with the role of literature in providing personal delight
and insight into human experience; (2) the humanistic dimen-
sion. in which concern is with the role of literature in bringing
youth into contact with a cultural tradition; and (3) the dimen-
sion of form or skill, in which concern is with bringing the
student to some understanding of the function of form.

The Developmental Dimension

Escape. Though escape is not a primary interest in the
teaching of literature, it is a legitimate function of literature and
is a major motivation of adolescents in choosing voluntary read-
ing. For the student, the escape route through books may lead
to the summit of Mt. Everest, an island in the South Seas.
outer space, or a lake resort where a summer romance is almost
inevitable. For individual guidance and suggestions for students,
the literature teacher should have at his disposal in the class-
room or school library a good collection of books which provide
escape reading.

Extension of literal experience. Literature is rewarding to
most readers in its power to extend actual experience. Within
one’s literal little world there simply is not enough of the kind
of experiences he craves, especially in adolescence. The adoles-
cent thirsts for action—the boys for the outdoor adventure.
western, sea story; the girls for the milder adventure and
romance. A very popular genre of book with the adolescent is
the junior novel which treats of contemporary adolescent cul-
ture. Of the many writers of junior novels a few serve a worthy
place in the literature program. Mary Stolz, Zoa Sherburne.
James Summers, among others, write with artistry and insight
about the world of adolescence.

In the function of extending exwverience, literature offers the
chance for adolescents to play roles, to try themselves out.
G. Robert Carlsen writes that young people “come to a semi-
integrated picture of theinselves as human beings. They want to
test this picture of themselves in many kinds of roles that it is
possible for a human being to play . . . He [the adolescent]
wants to know what it would feel like to be a murderer, even
though he is not planning to be one. He wants to know what
it feels like to give one’s life to religion, to be corrupt in

3
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politics.”® In this sense literature is preparation for experience,
and it is important that selections for study or individual reading
be chosen carefully in terms of their truth to experience, not
only in terms of historical chronology or significance as examples
of genre.

Literature has power, too, to take the reader to the bizarre
fringes of experience. Apparently there is in human nature gen-
erally a fascination for the strange and unusual; this is especially
pronounced in adolescence. Little wonder that Poe is a favorite
story-teller! The vogue of science fiction has its roots partly in
the taste for the bizarre, and teachers need not apologize for
recommending such science fiction writers as Robert Heinlein,
Isaac Asimov, and Nelson Bond.

The supernatural is an important skein in the literary tra-
dition and is a source of interest as well. Here the channel of
interest leads from the slimy monster story to Stevenson’s Dr.
Jekyll, Coleridge’s Christabel, Keats’ La Belle Dame, and James’
The Turn of the Screw.

Insight into human experience and character. Growth to
maturity of mind probably involves fundamentally an awareness
of the complexity of human character and motivation. Of course,
such complexity is at the heart of literature. The power of litera-
ture to impart an understanding of human experience and
character gives literature study its major cogency. In studying
a good selection of literature, whether a skillfully written junior
novel or major classic, the student inevitably examines his own
motivations as he becomes aware of the motivations of fictional
characters. Huckleberry Finn, for example, represents universal
adolescence in his battle of conscience concerning whether to
turn Jim over to the authorities.

Insight into human experience involves, too, an awareness
of the clash of values. A fundamental question undergirding the
literature program is, “What do men live by and for?” Selections
from Antigone to The Canterbury Tales to Michener’s Bridges
of Toko-ri to MacLeish’s J. B. dramatize answers to this question.
Biography becomes important in this connection as students con-
sider careers as diverse as those of Louis Armstrong, Albert
Schweitzer, and Eleanor Roosevelt.

9;? Roblert Carlsen. “Behind Reading Interests,”” English Journal, XLIII (January
1954), p. 10.
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Insight inlo human experience must encompass the legacy
of human suffering. Literature study can make a contribution
to this insight by the development of an understanding of the
nature of tragedy. Students frequently finish their study of a
work such as Macbeth without understanding why it is a tragedy
when the “good guys” triumph at the end. In the twelfth grade
the study of Macbeth might be enlarged to a modest study of
tragedy in general, with the reading of Shakespeare preceded
or followed by a Greek tragedy and a modern play by Eugene
O’Neill or Arthur Miller. Perhaps such a unit might include
fiction by Chekhov or Katherine Mansfield. Exceptionally able
classes might study James Joyce’s The Dead.

Anocther factor important to the individual's synthesis of
experience is a perception of the significance of the everyday.
Poetry is a vital medium for promoting this realization, for it is
the individual facet of experience that absorbs the poet. In
poetry. detail, as expressed in single words and phrases, assumes
key importance. This is not always true of prose. In this con-
nection it is of vital importance that students develop the under-
standing that poetry is about all things, something of guts and
virility, not just sentiments of hearts and flowers. In the junior
high school, students respond especially to lusty narrative poetry.
“The Cremation of Sam McGee” may be distasteful to the
teacher, but it may represent a milestone for the seventh or
eighth grader. Senior high school students often respond to off-
beat poetry not included in the standard anthologies in adoption
—poems such as Elizabeth Bishop’s “The Fish” and Karl
Shapiro’s “Buick” and “Auto Wreck.”

The Humanistic Dimension

The humanistic dimension, in which students are brought
into contact with a literary tradition, is in no couflict with the
developmental dimension. The concerns of youth and the literary
tradition come together at more joinings than the literature
program has time for.

Contact with the literary tradition has been rather widely
confused with exposure to certain anthologies or to certain lists
of books. Yet the literary background presents so many possi-
bilities that it is professional obtuseness to limit students to a
narrow list of so-called “‘classics” or to introduce selections known

5
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to be deadly with students merely on the basis that exposure
per se is beneficial. The chronological surveys of American and
British literature prevalent in the eleventh and the twelfth
grades are justified frequently on the basis of acquaintance with
the tradition. The survey, of course, was inherited from the col-
leges in an earlier time, and there has been a trend in both
colleges and high schools away from such “Cook’s tours” in
which undue emphasis may be placed on learning about literature
at the expense of experience with literature. Certainly, high
school students should have experience with superior examples
of the various literary genres drawn from American, British,
and world literature. But contact with a literary tradition cannot
be defined in terms only of acquaintance with authors and titles.
What is most important is contact with ideas which have
engrossed man over the centuries: man versus nature; power
versus intelligence; individuality versus conformity, for example.
A literature program which introduces students to the ways in
which these eternal problems are approached in literature of the
past and present is bringing students into contact with a literary
tradition.

The Dimension of Form

The tendency toward an overemphasis on technical analysis
in some schools has been cited earlier. Yet the various genres
of literature are art forms, and the study of literature must
necessarily involve study of these art forms. Form and idea, of
course, never can be divorced. As teachers work with the ideas,
concepts, and effects in fiction, poetry, and drama, they must at
the same time work with the means through which these ideas
and concepts are expressed and these effects achieved. Awareness
of the function of form in literature will come gradually from
the time that the seventh grader practices following a plot in
fiction until the honors twelfth grader works with symbolism
in modern poetry.

It is important that concern with the dimension of form begin
early on a realistic plane. The eighth grader, for example, must
learn to deal with such concrete symbolism as that of the coffee
drinking related to growing up in James Street’s Goodbye, My
Lady if he is to be expected to understand, as an eleventh
grader, the color symbolism in Crane’s The Red Badge of

6
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Courage. Or if the ninth grader is introduced to the symbolic
use of scene in a junior novel such as Annixter’s Swiftwater,
in which a boy’s fight with a wolverine on a trapline represents
the meeting with evil, he will be in a better position later to
deal with symbolism of action in Moby Dick or some other i
mature masterpiece.

Organizing the Literature Program

An effective program in literature will offer both intensive
and extensive experiences. In general the study of literature in
class will provide the intensive phase; independent reading will
represent the broad extensive phase.

Study in Class

It is not the purpose of this guide to prescribe any single
plan for organizing class study of literature. The vitality of the
literature program in any grade will depend more upon the
teacher—his background, his ingenuity and imagination, his com-
mand of teaching techniques—than upon the specific pattern of
organization. Yet it is important to consider certain irherent
advantages and disadvantages of the common plans of organiza-
tion. Adherence to a few very general principles seems indix-
pensable to effective class study of literature:

-

1. The adopted anthology is not enough. No single anthology—
textbook of literature—can alone provide an adequate basis
for literature study at any level, no matter how the anthol-
ogy is organized. The anthology should be viewed as a
convenient and important resource, not as the course of
study. The selections as well as the editorial paraphernalia
should be used discriminately. By no means will all of the
selections nor all of the study aids be appropriate for given
sroups.

b

Paperbound books are an important resource. A great
wealth of literature, from juvenile selections to the great
classics, is available in inexpensive paperbound editions.
Paperbacks should be used to supplement the adopted hard-
_ back anthologies. In some classes, paperbacks may replace
L the hardback anthologies completely. Paperbound Books in
Print, issued quarterly by the R. R. Bowker Company, 62

7
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W. 45th Street, New York 36, New York, is a valuable
reference.

3. Recordings, films, and other audio-visual aids will enrich
the study of literature. A wide variety of visual aids is
available for literature study. The National Council of
Teachers of English distributes many of these aids on a
non-profit basis. Catalogs may be gotten free from the
NCTE, 508 South Sixth Street, Champaign, Illinois.

4, Patterns of organization and approaches may vary greatly
from one ability level to another. Many schools group stu-
dents by ability for study in English. The individual teacher
may meet classes representing two or three different levels
of ability each day. Obviously, the pattern for literature
study appropriate for the honors class will not fit the
“basic” sections.

Class study of literature is usually organized in one of these
five general patterns: (1) topics; (2) types; (3) chronology;
(4) themes; (5) individual works.

1. Topical organization—In this plan selections representing .
various genres of literature are studied under a general
topic which is of interest and significance to a certain age
group. Typical unit titles are: “Heroes Yesterday and To-
day”’; “Moments of Decision”; “Strange Encounters”; “Small
Town America.” This organizational pattern is especially
appropriate for the junior high school. It is of great impor-
tance that junior high school pupils see the relationship
of literature to their own lives as well as generate a zest
for reading. The topical plan provides for wide reading in
an interesting context. Junior high school students in gen-
eral are not yet ready for the depth analysis, abstraction,
concern with technique, and lack the background demanded
in the other patterns of organization. The topical plans
lends itself well, too, to the core curriculum common in
seventh and eighth grades. Such units as “Wagons West-
vard” and “The Family Team ” feature an integrated
approach to literature and social studies.

The topical pattern is also the most appropriate one for
the low-ability sections in the senior high school. Again, the
emphasis in such sections is on breadth rather than depth in
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literature, and low-ability students cannot deal with abstract
ideas, as in the theme approach, nor with technical analysis,
as in the types approach. In one tenth grade low-ability
English class the following literature units furnished the
basis for the year’s program:

Brief Encounters

People Who Were Different
The Daily Routine.

Strange Things Happen
Western Days

Types organization—In the commercially distributed anthol-
ogies, the types approach has been most prominently fea-
tured for the ninth and the tenth grades. In this plan, of
course, units are organized around the various genres or
types of literature. If tall tales, folk tales, science fiction, and
such forms are considered types, this plan of organization
may be effective occasionally in the junior high school. How-
ever, the more conventional types approach is most useful
with mature students; its prominence in textbook-anthol-
ogies for ninth and tenth grades is an educational mystery.
The most obvious drawback of the types pattern is that it
puts literature study in a context many students consider
sterile. Then, too, it promotes a tendency toward over-
concern with technical analysis. Another objection is that
the types approach is inapplicable to long forms: novel and
full-length drama. In most high school classes there is not
time for the class to read and compare several novels and
full-length dramas in any one unit or even school term. An
understanding of the form of the novel and drama will have
to be developed over the several years in which students
study literature. Some teachers believe that the same thing
is true of the other literary genres.

Chronological organization—Chronological treatment of
American literature in the eleventh grade and of British
literature in the twelfth has long been the dominant pattern
and remains the pattern in most of the hardback anthology-
textbooks designed for these grades. The general disadvan-
tage of this approach has been cited earlier: the tendency to
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II.

II1.

teach about literature rather than to guide students in
experiences with literature. The detailed survey is an
anachronism in the high schools. Many of the colleges, from
which the survey was an inheritance, have converted the
survey courses in American and English literature to “major
figures” courses.

The fact that the adopted anthology is organized chrono-
logically need not deter the teacher from organizing a course
in another fashion if he is willing to supplement the antho-
logy and to do necessary violence to the sequence of its
selections. Used as a resource rather than a course of study,
the chronologically organized textbook-anthology can serve
any good course in American or English literature.

Though there is little justification for retaining the plod-
ding historical approach, the general chronological pattern
may be effective with high-ability, or honors, classes in thie
senior high school. Through such an approach, the advanced
student may develop an understanding of the development
of great literary traditions and their relationship to the
present. In one twelfth grade honors course,? the following
units furnished the structure of the literature program for
the year:

The Greek Heritage

A. Highlights of mythology

B. Oedipus Rex and Antigone

C. Murder in the Cathedral by T. S. Eliot

The Birth of English Literature: A Zest for Life

A. Arthurian lore—Malory and others

B. Chaucer

C. Modern selections by Maugham, Kipling, Noves,
Masefield, and others

The Renaissance Spirit

A. Selections from The Prince by Machiavelli

B. Handet

C. The Renaissance man in modern selections

4University School, Florida State University.
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Iv.

VI

VII.

The Classical Mood

A. Bacon, Chesterfield, Dryden, Pope, Swilt, Johnson
B. Donne, Milton, and the Cavalier poets

C. Newman, Forster, Orwell, Auden

The Romantic Mood

A. Wordsworth, Keats, Coleridge, Shelley

B. Wuthering Heights

C. Modern romanticism

The Sober Mood: Realism and Viclorianism

A. Browning, Tennyson, Arnold, Strachey

B. The Mayor of Castlebridge by Thomas Hardy
C. Modern realism

The Quest for Identity

A. The Secret Sharer by Joseph Conrad
B. The Dead by James Joyce
C. Modern poetry

Thematic organization—In this plan, the study of seleclions
from the various genres of literalure centlers around a
controlling idea or theme. This pattern is very like the
topical except that the organization of units is necessarily
tighter, and the theme, unlike the topic, states or implies a
definite proposition about human experience. Typical unit
titles are “Conformity versus Individualism,” ‘The Trial of
Conscience,” and “The West as Symbol and Myth.” This
pattern is most effective with high-ability and general classes
in the senior high school, though, with careful choice of
theme, the plan is effective with low-ability sections, too.
For example, one teacher carried out in a twelfth-grade
“basic” section a successful unit centered around the pro-
position, “Men live lives of quiet despair.” One eleventh-
grade low-ability group engaged in a unit on “The Image of
the American,” starting with the newspaper and television
screen and going to such selections as The Ugly American.
Carefui choice of theme—-in terms of general significance as
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well as manageability by adolescents—and relevance of
selections to the theme are the two requisites for an effective
program organized in this pattern. When these two con-
ditions are satisfied, literature is given its most vital
context.

5. Organization by individual selections—Some literature
programs have no overall pattern. In soine schools, this may
indicate that literature study is haphazard and aimless,
with no meaningful context, a series of assignments or les-
sons which adds up to nothing in the mind of the student.
On the other hand, some teachers maintain that an overall
pattern of themes, topics, or chronology is unduly restrict-
ing and distorting, that each selecticn of literature should
be approached as a thing in itself, an individual work of art.
Such an approach is rarely found in the high school
although the chronological pattern sometimes actually
results in this. Crganization by individual selections is prob-
ably effective only in very advanced senior high school
classes where the students already have developed rich
backgrounds and sophisticated insights and are ready to
progress through a series of major works.

This discussion of patterns in the organization of litera-
ture programs by no means implies that a single pattern
need be used exclusively in a given class. Random eclectic-
ism will produce a rudderless program, but considered
eclecticism may produce a variety of approach of especial
importance in general or heterogeneous classes. No matter
what mode of organization may be followed, most teachers
agree that class study of literature should involve consider-
ation at each grade level of several major works of litera-
ture. These works will not be masterpieces in many
instances, but will invariably represent literary art. A num-
ber of selections which might furnish “core” experiences
in literature at each grade level are listed below. No class
would be expected to deal with all of them. The allocations
to grade levels as shown below would have to be adjusted
to ability levels. That is, low-ability eleventh or twelfth
graders, for example, might study some of the works sug-
gested for the eighth or ninth grade. Short selections—
poems, short stories, essays—are not included. Most of the
selections are available in paperbound editions.
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Seventh Grade
Buck, Pearl. The Big Wave. (Fiction or drama)
Knight, Eric. Lassie Come Home. (Fiction)
Krumegold, Joseph. And Now Miguel. (Fiction)
Scott, Walter. Lochinvar. (Poetry)
Twain, Mark. Tom Sawyer. (Fiction)
Ullman, James R. Banner in the Sky. (Fiction)
Whittier, John G. Snowbound. (Poetry)

Eighth Grade

Clark, Barret. Fires at Valley Forge. (Drama)

Holmes, Oliver W. The Deacon’s Masterpiece. (Poetry)

Noyes, Alfred. The Highwayman. (Poetry)

Service, Robert W. Cremation of Sam McGee. (Poetry)
. Stevenson, Robert L. Treasure Island. (Fiction)

Street, James. Goodbye, My Lady. (Fiction)

Ninth Grade

Annixter, Paul. Swiftwater. (Fiction)

Forbes, Esther. Johnny Tremain. (Fiction)

Kipling, Rudyard. Ballad of East and West. (Poetry)
Kipling, Rudyard. Gunga Din. (Poetry)

Richter, Conrad. Sea of Grass. (Fiction)

Sherwood, Robert. Abe Lincoln in Illinois. (Drama)

Tenth Grade

Buck, Pearl. The Good Earth. (Fiction) (Able Students)

Byron, George Gordon. Prisoner of Chillon. (Poetry)

Coleridge, S. T. The Rime of the Ancient Mariner. (Poetry)
Goldsmith, Oliver. She Stoops to Conquer. (Drama)

Michener, James. Bridges of Toko-ri. (Fiction)

O'Neill, Eugene. Ah, Wilderness. (Drama)

Rostand, Edmond. Cyrano de Bergerac. (Drama) (Able Students)
Shakespeare, William. Julius Caesar. (Drama)

Steinbeck, John. The Pearl. (Fiction)

Eleventh Grade

Benet, Stephen Vincent. The Mountain Whippoorwill, (Poetry)

Clark, Walter V. The Oz Bow Incident. (Fiction)

Crane, Stephen. The Red Badge of Courage. (Fiction)

Faulkner, William. The Bear. (Fiction) (Able Students)

Frost, Robert. Death of the Hired Man. (Poetry)

Hawthorne, Nathaniel. The Scarlet Letter. (Fiction) (Able
(Students)

Hemingway, Ernest. The Old Man and the Sea. (Fiction)

Hemingway, Ernest. The Sun Also Rises. (Fiction) (Able Students)

Lewis, Sinclair. Babbitt. (Fiction)

Marquand, John. The Late George Apley. (Fiction)

Melville, Herman. Billy Budd. (Fiction) ‘

Miller, Arthur. All My Sons. (Drama)

Miller, Arthur. Death of a Salesman. (Drama)

Miller, Arthur. The Crucible. (Drama)

O'Neill, Bugene. The Hairy Ape. (Drama)

Twain, Mark. Huckleberry Finn. (Fiction) (Able Students)

Wharton, Edith. Ethan Frome. (Fiction)

Whitman, Walt. Song of Myself. (Poetry) (Able Students)

Whyte, W. A. The Organization Man. (Non-fiction)

Wilder, Thorton. Our Town. (Drama)

Twelfth Grade

Bronte, Emily. Wuthering Heights. (Fiction)
Camus, Albert. The Stranger. (Fiction) (Able Students)
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Chaucer, Geoflrey. Prologue to the Canterbury Tuales. (Poetry:

Coleridge, S. T. Christabel. (Poetry!

Conrad, Joseph. Heart of Darkness. (Fiction

Conrad, Joseph. The Secret Sharer. (Fiction»

Dostoyevsky, Fyodor. Crime and Punishment. (Fiction) (Able
Students)

Eliot, T. S. Murder in the Cathedral. (Drama) (Able Students)

Fielding, Henry. Tom Jones. (Fiction) (Able Students)

Pitzgerald, Edward. The Rubaiyat of Omar Khayyam. (Poetry)

Hardy, Thomas. The Mayor of Casterbridge. (Fiction)

Hardy, Thomas. The Return of the Native. (Fiction)

Joyce, James. The Dead. (Fiction) (Able Students)

MacLeish, Archibald. J. B. (Drama) (Able Students?

Shakespeare, William. Hamlet. (Drama) (Able Students)

Shakespeare, William. Macbeth. (Drama)

Shaw, George Bernard. Pygmualion. (Drama)

Williams, Tennessee. The Glass Menagerie. (Drama) (Able
Students)

Individual Reading

One of the twin anchors of the literature program is class study
which involves primarily the intensive experiences with litera-
ture; the other is individual reading, involving mainly the exten-
sive experiences. The in-class literature program which does not
lead to voluntary out-of-class reading by many of the students
may well be suspect. One Florida high school principal maintains
that voluntary summer reading by students is the best proof of
the effectiveness of the literature program.? But the choice of
whether or not to carry on individual reading cannot be left to
the adolescent. Individual reading, as distinct from purely recrea-
tional reading, should be a part of his required work in literature.
Individual and extensive reading grows very naturally out of the
topical or thematic pattern in which students first consider
together selections related to the topic or theme and then go indi-
vidually, or in small groups, to other selections suited to their
tastes and abilities but still relevant to the topic or theme. What-
ever the plan of organization, however, individual reading is es-
sential in promoting reading interests and in providing for individ-
ual tastes and capacities. The individual reading program cannot
be something separate, something divorced from the in-class study
of literature. The fairly widespread requirement of ‘“outside”
reading—involving usually a written or oral book report every
six or eight weeks—profits little if the outside reading program is
not planned and individualized. The Tuesday book report session
and the mineographed reporting forrns are remembered with dis-
taste by the majority of high school graduates.

e ol

5Mr. Frank Doggett, Duncan U. Fletcher High School, Jacksonville Beach, Florida.
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The outside, individual reading phase should be as carefully
planned as the in-class, intensive phase of the literature program.
There are two general ways in which a planned out-of-class pro-
gram may be set up. First, the teacher may outline several alterna-
tives for independent reading in each of the literature units during
the year. These alternatives would be appropriate. of course, to
the range of interests and capacities in the class. Provision is
made [or oral or individual reporting of the reading for each of the
units. Second, the teacher may set up with each student an indi-
vidual reading design which will appropriately supplement and
enrich the in-class literature study for the term. Each student’s
reading design will reflect his interests and his capacities. In this
plan, the teacher may hold a conference early in the year with
each student in order to plan the reading design most beneficial
for him,

In any plan for individual reading some kind of reporting will
be needed. Certainly the stereotyped book report on the standard-
ized form is outmoded, and certainly the student should not bhe
required to report formally on everything he reads. At times a
general, informal class discussion on a certain category of books—
current novels, for example—will serve in lieu of individual
reports. The teacher-student conference, when feasible, may cover
a great deal of ground. Yet the individual report will occasionally
be needed. Jerome Carlin describes a number of possibilities for
the book report: ¢
Analysis by a man of the future. In a time capsule or in the ruins

on the planet Earth some nian of the future finds the book and
writes a paper on what it reveals of life of the earlier time.

The diary of a major character. At least three crucial days in the
life of tie character are dealt with as if they were being summarized
in that person's diary.

A leiter written in the role of a book character.

Written analysis from a specific standpoint.

Formal book review. The superior student can clip a book review from

a newspaper and use it as a model for a review of the book which
he has read.

The scholarly critical paper. Honors classes may combine research on
“what the critics and authorities think of the author" with critical
opinion on ‘“what I think about those of his books which I have
read.” A separate section on the latter is a wise requirement, to
encourage original thinking,

Round-table discussion under a student chairman.
Conversation. Students are paired for conversation about a book.
Oral reading and discussion of brief excerpts.

¢ Your Next Book Report . . ." English Journal, L. (January 1961) pp. 16-22,
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Significant incident or anecdole. Each student is a speaker on a TV
program about good books. He must interest the audience by telling
only one incident or anecdote from his book—comic, tragic, sus-
penseful, or otherwise possessed of human interest.

Dramatization. A committee prepares and presents a scene in radio-
script fashion.

Group performance in the style of “This Is Your Life.” L

Reporter at the scene. While it’s happening, a crucial scene from
the book is described on the spot by a TV or radio reporter.

The trial of a major character. Defendant, prosecuting attorney,
defense attorney, and witnesses may participate in the case. The
charge should preferably be one of acting unethically, unfaiily, or
even unwisely, rather than one of breaking a law. 1y

Interview. A character in the book is interviewed by a reporter or
by a TV interviewer.

The author meets the critics. Three, four, or five students may form
a group. Thus Charles Dickens may defend his A Tale of Two Cities *
against two critics, as they ask: ‘“Why didn’t you save Carton by
some plot twist, giving the book a happy ending? ...

Monologue or dialogue. A pupil takes the role of the major character
and in a process of “thinking out loud” talks about the critical
situation or problem he is facing at the high point of the story.
This may be varied by using two students in a dialogue.

Sales talk. The student represents himself as a salesman endeavoring
to sell the book to the class by means of a talk on its good points.

Presentation to a publisher. The class is the selection committee for
a publisher or for one of the publishing book clubs. The student
presents his report on a book from the standpoint of whether it
should be published or of whether it should be offered to the book
club membership.

Discussion of proposed projection conducted by a “playwright” and a
“producer.”’

Outline of a TV or motion-picture version.

Art and other creative work. Book jackets, advertising blurbs, maps,
scenes from the story, pictures of characters, posters, and the like
are generally useful as supplements, but they do not always serve
the purpose of requiring thoughtful consideration of the book. An
accompanying analytical talk or paper is desirable if the creative
work is intended to serve as a book report.

Of course, the teacher scarcely can expect the students to read
extensively and to share reading in various kinds of reports if
he does not show an enthusiasm for reading himself and for
sharing his reading experiences with his classes. The teacher’s
comments on the books he is reading or has read are a rich source
of motivation for students. The well-prepared teacher of litera-
ture not only is thoroughly grounded in the literary tradition, but
he al.7 makes an effort to keep abreast of the current scene -
through active reading of new books and of magazines such as
the Saturday Rewview which presents reviews and a coverage of
the literary world.
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CHAPTER 2

Reading

N RECENT YEARS reading achievement in the junior and

senior high school has been a primary target of public criticism.
As this basic “R” of the school program has stimulated censure
and scrutiny, more and more school leaders have come to grips
with an undeniable reality: too often improvement in reading
skills comes to a standstill after a student leaves elementary
school. As school personnel have sought to determine whether
Johnny really could read, there has been evidence both gratifying
and disturbing: Johnny can read and does read; however, he
often cannot read with enough competency and maturity to meet
the many challenges of modern life.

Fortunately, reading is ‘“one up” on the much-discussed
weather. Not only is everybody talking about it, but many people
are doing something about it. Teachers of disparate fields—sci-
ence, social studies, mathematics, and home economics—have ral-
lied to grapple with this skill so necessary to a student’s success.
School administrators, supervisors, department heads, and espe-
cially English teachers have urged faculties to remember, “Every
teacher is a reading teacher.” And the awareness of this shared
responsibility has been a vital impetus to the improvement of
reading, as well as an important unifying factor in general in-
struction. It is obvious that only through the concerted effort of
all teachers can the best results be obtained.

Once this awareness within the school has been developed,
teachers discover the feasibility of a conscious, carefully devised
developmental program which continues throughout the junior
and the senior high school program. Certainly reading improve-
ment is not the elixir transforming all poor students into academic
“stars.” But as teachers in mathematics, science, and social studies
are realizing, improvement in reading promotes improvement in
skills. In addition, it plays a significant role in the broadening of
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special interests and the developing of more efficient means of
handling problems of personal adjustment.

Although crowded classrooms, inadequatle teacher allotment,
and small budgets are potent deterrents to an ideal reading pro-
gram, determined teachers and administrators have succeeded in .
incorporating sound remedial and developmental reading pro-
grams into their curricula—even without special reading teachers
and well-equipped reading clinics.

The following suggestions are presented in the hope that they .
will encourage more “crusaders” within the secondary schools to
initiate or supplement developmental programs. Because of the
hasic similarities of a junior and a senior high approach, the sug-
gestions are incorporated in one section. This guide is no substi-
tute for the many excellent books on reading improvement, nor
is it a specific course of study (such as may be found within
county publications). It is directed to the English teacher in the
realization that it is he, more than any other teacher, who
recognizes the need for a definite reading improvement plan.
Furthermore, no other teacher is in a better position to attack
the problems related to reading growth: abilities in vocabulary
skills, comprehension, reading rate, and interpretive and critical
judgment. While barriers to reading success can be the source
of the English teacher’s greatest grievances, they can also be the
source of his greatest gratification. In the school where there is
no reading specialist, no well-defined reading program, the
English teacher can be the engineer in constructing a purposeful
program.

Objectives of a Developmental Program

A primary responsibility of a secondary school reading pro-
gram is to enforce a meaningful transition from elementary read-
ing activities to the more complex, demanding ones of the junior
and the senior high school. Specialized classes in mathematics,
social studies, and science create an imperative need for the child
; ' to improve or adjust his reading rate, vary his purpose in reading.
and learn new vocabularies. The student with a poor foundation
in the rudiments of reading must be identified and guided so that
he is not allowed to sink in the bewildering whirlpool of complex
reading demands. The student adequately prepared must be
encouraged in the growth of new abilities, and the student already .
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advanced in basic skills must not be ignored. Some reading spec-
ialists suggest that the best readers have the most potential, un-
exercised abilities. Certainly this last group must be encouraged
and challenged so that their maximum effectiveness can be as-
sured in the varied fields of higher education. Too often, it is the
neglect of this group at a crucial time in their development that
causes them to lose interest and drift aimlessly through the sec-
ondary curriculum, ending up with little direction aimed toward
advanced education and/or meaningful careers.

Developing Reading Competency

A developmental program— that is, one recognizing the im-
portance of reading growth as a student progresses in levels of
learning—has as its basic tenet the knowledge that certain skills
are basic to all reading processes. It provides training in the
areas of word power, reading rate, comprehension skills, and
interpretive abilities.

A developmental program provides for training in different
types and aims of reading. It should consider skills required for
the understanding and application of materials in the sciences,
social studies, and language arts. Students must learn to see the
need for adjustiug their reading rates to the particular demands of
assigned reading tasks. They should recognize the need for
specialized vocabulary, for the exercise of complex comprehen-
sion chores. Their abilities to understand and interpret literary
works should be reinforced. Finally, students should be guided
into mature levels of understanding in the various communicative
media which deal with current political and social issues of
importance.

Defining and Exploring Student Interests

Effective developmental programs explore and enrich students’
interests. Using information gained through interest ir.ventories,
tests, and anecdotal and cumulative records, teachers can quickly
capitalize on existing interests. As special interests expand, curi-
osity arises. This irrepressible curiosity of adolescents—to read
comic books, to watch television and the movies, to extend their
experiences—is the spark which enables teachers to broaden
interests and to stimulate genuine interest in learning itself.
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Developing Growth and Understanding

Since reading experiences often develop the understanding and
integration of a person’s experience, a reading program can aid
the young reader in that difficult task of understanding himself in
relation to his world. The acute problems of adolescence can be
the springboard to the reading of the fact and the fiction which
handle those very problems. Furthermore, reading materials wise-
ly selected can play a significant role in the analysis and evalua-
tion of moral and spiritual values and in the building of effective
citizenship. Certainly, a truly functional reading program should
aim toward personal, social, and cultural growth, as it recognizes
the importance of reading to the enlarging and enriching of a
person’s experiences.

As the reading program aims toward these ideals, teachers
should create in young students an awareness of the need to
read and to be well informed in an increasingly complex world.
Thus, good reading habits perhaps can be instilled at a crucial
stage of growth.and wiser, more meaningful use of leisure time
can then result. - -

Planning a Developmental Program

Teachers beginning a developmental reading program need to
take certain steps if the program is to be effective. They need to
consider how students’ reading abilities are to be identified, how
the program is to be organized, and how students will be grouped
and scheduled for reading instruction.

Identification of Reading Abilities

The first step in creating a developmental reading program is
to use all availuble means of identifying the reading abilities of
students. The administratiou of standardized reading and vocabu-
lary tests is an important means of ascertaining levels of reading
competency. There are many excellent tests devised to measure
students’ vocabulary levels, reading rates, paragraph and story
comprehension abilities, and other reading competencies. (See
Appendix B.) Through a careful analysis of the results of such
tests, teachers can better determine students’ specific strengths
and weaknesses.

Naturally, a teacher may learn a great deal more about reading
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abilities and interests through observing the student, having e(n-
ferences with him, and reading his compositions. In silent readisg,
restlessness and inattentiveness, “mouthing” of words, pointing]to
a line of text are obvious symptoms of real reading inadequacilzs.
In oral reading, mispronunciations, omissions, reversals, s{nd
repetitions quickly indicate reading weaknesses. Such tools as ‘the

Eye Camera. reading films, and tachistoscope may be helpful

if

available, in determining habits and patterns in reading practices.

Comparing the results of reading tests with such data as [.}Q.

scores, grades, age, and results on eye tests is an ideal methodj

of

determining achievement accuracy. This teacher study shojild
continue as the student advances from junior high school throigh

his senior year in high school.

Organizing the Program

A meaningful reading improvement program should inclufle:

1. Instruction in reading techniques for all students as a vjtal
part of the curriculum

2. Instruction in all of the content fields, not only in Engjish

3. Concentrated guidance through special classes for retarded
readers '

4. Cooperation and assistance of library staff in selecting #nd
providing a variety of reading materials

5. In-service education program in reading instruction led jby
a competent reading specialist

6. Selection of a reading teacher or, perhaps, a reading chdir-
man at each grade level, someone who can coordinate the
efforts of all teachers to improve reading

7. Adequate facilities—a reading “laboratory,” if possible,!or
at least materials (guides, machines, ample supply of boolis)
which can be used by teachers in concentrating on imprpv-
ing various reading skills.

Grouping for Instruction
Grouping for instruction should be carefully planned to fit jthe

needs and characteristics of individual schools. Various methpds

suggested are:
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1. As arequired class, with students given credit toward gradu-
ation (This class might be required in addition to other
required courses, or it could be part of the English
program.)

2. As a regular, systematic instructional unit in all classrooms

3. As a required class for those students a year below their
grade level in reading achievement (students, that is, who
are capable of improvement), with emphasis on a remedial
approach

4. As an elective course (with or without credit) for students
interested in improving their reading abilities.

Other provisions can be made for systematic instruction during
students’ study periods or during reading periods scheduled at
regular intervals. Certainly severely retarded readers need the
guidance of a reading specialist, either in or out of the school
Some schools have been successful in scheduling students accord-
ing to their reading levels in distinctly grouped classes in English
and other subjects.

Many skillful teachers, working in schools without specialized
reading programs, have succeeded in organizing their classes in
groups and in making differentiated assignments designed to chal-
lenge the pupil at his own level of competence. This, of course, is
the most challenging of teaching problems, but it can be a richly
rewarding accomplishment. The English teacher can provide for
individual differences, for example, by carefully prescribing out-
side reading assignments for reports and panel discussions or by
differentiating in difficulty the questions on material to be read in
common.

Areas of Emphasis

Classroom instruction in any developmental program is con-
cerned with various areas of emphasis. Areas discussed in the
paragraphs that follow are those that have to do with the mechan-
ics of reading, vocabulary development, word perception, word
analysis, use of the dictionary, word meaning and interpretation,
reading comprehension of various kinds, use of textbooks and
library materials, and critical, interpretive, and oral reading.
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The Mechanics of Reading

Essential for reading proficiency is the development of aclual
mechanical skills. Among the first of these is perception of words
—familiarity with the form of the word, knowledge of its phonelic
and pronunciation structure, and use of clues to meaning. In addi-
tion, an efficient reader must develop effeclive eye movements:
a steady movement from left to right, with a decreasing need for
regressions; attention to widening the recognition span, or a read-
ing of thought units rather than reading word by word; and a
flexibility in speed of reading as the type of material changes.
Finally, a reader must develop habits of precision in reading, so
that he does not distort the meaning by omitting or misreading
words. Through attention to the mechanical details of reading
power, leachers take a major step toward overall reading im-
provement.

Some use of mechanical devices may help in alerting students
to the importance of technical prowess. Certainly, however, undue
emphasis on machine-guided reading can result in the distortion
of the real purposes for reading. When utilizing the “gimmicks"
that motivate reading progress, teachers should keep in mind the
primary principles of reading for content and with varied pur-
poses.

Some machines effective in stimulating improvement are
described here briefly.

1. Often very helpful and interest-catching devices are pro-
jectors which expose numbers, words, or phrases on a
screen, with time settings ranging from one to one-hun-
dredth of a second. (Only a regular ten- or fifteen-minute
exercise with one of these machines is recommended.) The
“tachistoscopic” principles can be effected by an individual’s
use of flash cards. This method is effective in widening eye
span (for the word-by-word reader), but especially in im-
proving a reader’s ahility to concentrate and to form rapid
associations.

2. Reading films, with variations in the speed of material pre-
sented on the screen, encourage students to increase their
reading speed, to widen their recognition span, to develop
rhythmical eye movements, and lo comprehend as they
accomplish the physical act of perceiving the symbols.
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3. Reading pacers or accelerators are individually manipulated
guides set at desired speeds, forcing the reader to read faster
than a shutter, a pointer, or a shadow which moves down
the page.!

Inexpensive, teacher-made materials sometimes may serve the
same purposes as expensive machines. For example, students
may pace their own reading by moving a card steadily down a
page of print, revealing a line at a time. Or a “window” large
enough to reveal several words may be cut in a card. The student
moves the window across the lines of print.

These devices often challenge or motivate students to improve
their reading skills. However, they appear most successful when
playing a subordinate role in the reading program.

As students work with machines devised to improve reading
prowess, they often learn that a faster reading speed is desirabie—
especially with materials that do not require intensive reading.
Increased speed in itself is not necessarily desirable. What is
needed is a combination of techniques which alert powers of
concentration, discourage inattentiveness and undirected read-
ing habits, and consequently increase reading rate. In- order
to increase speed, students should concentrate on avoiding lip
movements and habits such as pointing to the line of the text.
Simultaneously they should be encouraged to note key words,
topic sentences, and subject-verb elements forming main ideas.
As they strive to focus on thought units, while widening recogni-
tion span, their speed—and comprehension—should quicken.
Because of the increasing burden of reading assignments in the
high school, it is important that students steadily increase their
reading rates. But it should be remembered always that an
effective reading speed varies with the type of content and is
the result of a synthesis of the other technical skills. Reading
speed without the power of word recognition and acuteness of
comprehension is meaningless.

Developing Vocabulary

A student’s success in reading depends to a great extent upon
his abilit7 to recognize, understand, and use words. The problem
of growth in word power is sometimes complicated by a dull

1For a discussion of various reading machines see Sitrang, Ruth and Bracken,
Dorothy, Making Better Readers. (New York: D. C. Heath, 1957), pp. 140-144.
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classroom approach to the development of vocabulary. Dictionary
study of mimeographed lists of new words, for example, often
leads to frustration. Within the developmental program, many
students need training in the fundamentals of word attack; and
all students should continue a multiple approach to the under-
standing of words.

Underlying the teacher’s approach to word attack is study of
a student’s visual perception. Attempts should be made to
analyze his visual imagery of the whole word, of the order of
letters within the word, of similarities and differences in word
forms; his use of clues to accent and definition, and to meaning
through illustrations.

Attention should be paid to the student’s use of auditory
perception skills, such as his recognition of consonant sounds at
the beginning, middle, and end of the word; his awareness of
rhyming sounds; his recognition of vowel sounds; and his
recognition of the pronunciation and meaning of words in
context.

Word attack skills. An obstacle to a student’s reading success
is a severely limited store of sight words, words which he im-
mediately perceives and understands. If this supply is to be in-
creased, the student must use various methods of word attack.
While the context clue is of great importance in guiding a
reader’s understanding of words, it needs the support of the tools
of phonetic and structural analysis. A phonetic approach is
helpful (if used with other approaches). Word attack is usually
enriched if a reader can associate sounds with the appropriate
letter symbols and then blend these sounds into a whole word.
Many students—retarded readers especially—require a review of
phonetic principles: a recognition of initial, inedial, and final
consonant sounds; of short and long vowel sounds and consonant
blends; of vowel-consonant combinations; and of rhyming sounds.
Some useful basic phonetic information follows:

1. Seven vowel principles?

a. When a stressed syllable ends in e, the first vowel in the
syllable has its own “long” sound and the final e is silent.
evening; surprise; pole; tale

2From Ruth Oaks, “A Study of the Vowel Situations in s Primary Vocabulary,”
Education, 16 (May 1952), pp. 604-617. By sbecial permission of Bobbs—Merrill Com-
pany, Incorporated, Indianapolis.
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When a stressed syllable containing only one vowel ends
with that vowel, the vowel has its own “long” sound.
paper; he

When there is only one vowel in a stressed syllable and
that vowel is followed by a consonant, the vowel has its
“short” sound.

cap; hot; window

When a word of more than one syllable ends with the

letter y, the final y has the sound of “short” i. When a

word of more than one syllable ends with the letters ey,

the e is silent and the y again has the sound of “short” i.
city; pretty; money

When a syllable contains only the one vowel, a, followed
by the letter | or w, the sound of the a rhymes with the
word saw.

ball; paw

When there are two adjacent vowels in a syllable, the
first vowel is usually “long” and the second vowel is
silent.
train; boat; poem; each; seems (ou is a very common
exception)

When in a word of more than one syllable, the final
syllable ends in the letters le, the ! becomes syllabic
(it functions as a vowel) and is pronounced, but the
e is silent.

table; gentle

Other phonetic information

a.

The letter ¢ before e, i, or y is “soft;” that is, it has the
sound of s.
cent; city; cycle

The letter g. before e, i, or y is usually ‘“soft”; that is,
it has the sound of j.
generous; region; gyrate

w before 7 is silent.
k before n is silent.

g before = is silent.
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f. ph has the sound of f.

g. b isusually silent after m.

Phonetic analysis should be complemented by tools of struc-
tural analysis: knowledge of prefixes, suffixes, and root words:
understanding of compound words; and a familiarity with con-
tractions. As readers develop their powers of phonetic and struc-
tural attack, they should be increasingly able to unlock word
meaning by perceiving root words in syllables and blending syl-
lables into meaningful word units. Hearing sounds; recognizing
similarities in configuration; reasoning toward meaning through
detection of affixes and roots; tackling principles of syllabication;
learning synonyms, antonyms, homonyms—these are important
steps in increasing word recognition. Work with prefixes is
especially useful since a few prefixes account for most of the
prefixing in the language. A list of common prefixes follows:

*]. pre - before, in front of
%2. ab - from
*3. ad - to (admit, adjust, adverb) (also with “d"” dropped)
4. ante - before
5. anti - against
6. circum - around
7. con - with (contract, congeal) (also with “n” dropped)
*8. de - down, from (depart, deform, deposit)
*9. dis-mnot or apart
*10. ex - out or former (also with “x”’ dropped)
*11. in-in or not
12. inter - between, among
13. intra, intro - within
14. mis - wrong
15. per - through (perspire, permeate, perceive)

16. post - after

*These account for 82% of all prefixes in Thorndike's list of 10,000 words; 247 of
all words have prefixes.
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#*17. pro - before, for (protrude, promote)

#*18. re - again, back
19. se - aside (select, secret, secede)
#20. sub - under, below
21. super - above (supersede, supervise)
22. trans - across, beyond
#*23. un - not
24. uni, bi, tri

Although most secondary school pupils frequently refer to
the dictionary, many of them are unable to use it effectively.
Students benefit from drill that demands proficiency in find-
ing words through command of the alphabet (even an eleventh
grader has been known to be ignorant of alphabetical sequence!)
and through use of guide words. A knowledge of the pro-
nunciation key, ability to differentiate in the various definitions
and inflections, and an understanding of etymological infor-
mation, synonyms, antonyms, and related words are important
in facilitating the student’s use of the dictionary.

Contextual clues. Instruction in use of context clues is vital
in high schools. Students should be encouraged to “look before
and after” the new word to determine its meaning. Synonyms,
appositives, illustrations, and summaries are easy guides to defi-
nition. But other guides are provided through the association
of ideas with one’s experiences. Students should work with sen-
tences and paragraphs which have been carefully devised to
clarify meaning of words through context. Visual aids can be
used to teach use of context clues, as can mimeographed para-
graphs with omissions to be supplied, or paragraphs containing
new words to be defined through a careful reading of context.

Study of context clues is an excellent medium for illustrating
a particular author’s skill in creating mood or singleness of effect.
Such authors as O. Henry, Poe, and Irving present real chal-
lenges to a reader’s ability to find meaning through context.
For instance, in “The Cop and the Anthem,” O. Henry casts
aspersions on the “hibernatorial ambitions of Soapy,” as the
pathetic tramp dreams of “soporific Southern skies.” As the odds
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go against this popular fictional hero, he is pitched “on the cal-
lous pavement,” is met by a policeman of “severe demeanor,”
and ultimately is termed a “‘despicable and execrated ‘masher.’”
Another example is that of Irving’s Tom Walker. Word growth—
and literary appreciation—develop simultaneously as students
fall under the legendary spell of Irving’s Tom Walker and his
termagant wife.

Often, through vocabulary growth, students become aware of
their progress. If word study is meaningfully presented, most
students respond rather gratefully; here is one language skill
they can identify. They often become proud of their conguests
in this area—whether it is in learning complex scientific or
mathematical terms or simply in discovering another way of
saying bad. Some curriculum planners have discovered in stu-
dents such a curiosity about words that they have introduced
classes in vocabulary. It would seem more fitting, however, to
capitalize on this interest in the various content areas, encourag-
ing teachers to create specialized word lists in different subject
areas such as music, algebra, biology. Student growth in acquir-
ing technical terminology (laissez-faire, gerrymander, photosyn-
thesis, chlorophyll, quotient) is each subject teacher’s responsi-
bility.

The English teacher, however, can help in synchronizing these
wordgrowth experiences through having students keep track
of their growing supply of words in a vocabulary notebook or
on file cards. Excellent vocabulary textbooks (paperback and
hardbound) are available for concentrated study. Books like
Building Word Power, Word Wealth, and 30 Days to a Better
Vocabulary provide not only definitions and pronunciation keys
but also experience in using words in and out of context, in
analogies, and in synonym-antonym combinations. Students,

especially advanced ones, relish their mastery of these graded
books.

Teachers who have no class sets or personal copies of these
books available for student use find special merit in their own
planned word studies, often incorporated into a literature or
composition assignment. In addition, current magazine supple-
ments and suggested activities in state-adopted textbooks pre-
sent well-planned approaches to vocabulary enrichment.

As students grow in word power, they need to become aware

29

41

-




of variations in shades of meaning, e.g., fat, plump, obese, stocky.
They should learn that words can be effective and even vicious
in propaganda (independent, liberal, radical, leftist). In semantic
approaches to analysis of news media, students quickly learn the
importance of word choice, e.g., idealist, dreamer, visionary,
crackpot.

As students learn the value of interpreting words used as
tools of persuasion, as they perceive connotative values, they
also can be taught the importance of words in clear communi-
cation. As they grow in word power, they should become con-
scious of the need for specificity of word choice. Thus, bad
expands to villainous, nefarious, heinous; pusillanimous, scurril-
ous. Levels of meaning in their reading and writing become
important, and their understanding of general and specific ideas
is enriched.

An appreciation of words is also vital to an English teacher’s
role. Words, then, can be more than perceived and understood;
they can be appreciated for their rhythmical beauty or interest,
for their artistic effectiveness in creating varied sound effects or
moods. Many poets, from Poe to MacLeish, suggest that “A poem
should not mean but be.” When students in a language arts
program become sensitive to the innate beauty of words—in
isolation and in combination—perhaps the highest ideals for word
power have been achieved.

Improving General Reading Comprehension

Vital to progress in reading comprehension is the student’s
ability to ‘“shift gears” according to purpose and content.
Obviously, different skills are exercised, for example, in the tasks
of following directions and of understanding a poem; therefore,
various abilities and skill sequences should be defined.

Sentence comprehension. While the word itself may be a
significant stumbling block to a reader’s comprehension, the
organization of the sentence, if it is complex in structure, is a
reading challenge to many students. Students need to understand
the structure of a sentence, to recognize subordination through
phrases and clauses, to detect levels of coordination within the
structure of a sentence. Punctuation and capitalization techni-
ques should be used as guides to a student as he attempts to
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pinpoint basic ideas. Inverted order, questions, pronoun refer-
ences, connective words—these should be understood to effect
the best comprehension. Above all, readers should be able to
detect quickly the subject-verb combination which is the nucleus
of sentence ideas.

Paragraph comprehension. Students quickly learn that the
“topic sentence,”’ that key to the main idea, is usually at the
beginning of the paragraph. Perhaps this usual placement is
actually a handicap to many readers in that they attach undue
significance to that first sentence. They need to be alerted to the
fact that the second sentence, or middle sentence, or next-to-last
sentence may in many instances be the most concise statement
of the issue. Furthermore, they need to be on the lookout for
those signposts to change or complication: the crucial connective
words. The difficult task of assessing subordinate value to some
details and primary value to others needs special attention.
Although the topic sentence and the clincher sentence are impor-
tant clues to understanding the paragraph, the method of develop-
ment is also important. Students shculd have much experience in
detecting methods of paragraph organization. Looking for details,
illustrations, reasons, comparisons, and contrasts is a reader’s
duty. Focusing on guide words, filtering the unimportant from
the important, searching for the proved conclusions, evaluating
the evidence, recognizing inductive and deductive organization—
these are essential steps to mature reading power.

Understanding directions. Regrettably, directions—for pre-
paring a meal, filling out a tax form, or driving a car—are often
a Waterloo for the untrained. Testing experts are ever aware
of the many errors made by students who fail to follow directions,
and classroom teachers frequently deplore their students’ in-
ability to carry out instructions. Consequently, students should
have frequent drills which challeiige their ability to execute a
precise task. Certainly an effective means of keeping students
alert to directions is to vary the type of test given, to give
students practice in answering different types of questions. The
student who fails a vocabulary test because he wrote synonyms
rather than antonyms may be shocked into an awareness of the
importance of reading—and executing—explicit directions. Mod-
ern standardized tests present many challenges in the form of
varying, shifting instructions to be carried out. As students find

31

44




I S ol

themselves penalized for failure to meet certain specifications,
they learn to read directions warily. Skimming through instruc-
tions is quite often cause for confusion and failure; students need
to learn that directions require a careful scrutiny. Teachers can
experiment with this problem through dictation of some assign-
ments and through varying types of objective and subjective
tests. Probably the teacher’s greatest service to the student is in
making him develop independence in such tasks. Too much
repetition and interpretation by the teacher obviously discourage
individual responsibility and alertness.

Skimming. On the other hand, many students waste time and
effort through too conscientious a reading of those materials
needing only a quick survey. Scrupulous word-by-word readers
are often heard to complain about the eminently successful
student who spends relatively little time reviewing for tests or
reading novels. Skimming skills are invaluable to the student as
he searches for statistical details or answers to specific questions.
In such cases, the reader’s eyes move rapidly down the page
to locate names, dates, numbers, key words. This fastest of all
reading rates has as its purpose not thorough comprehension
but the mere pinpointing (in a list or in context) of the word or
phrase which answers the question. Skimming is vital, too, as a
student surveys the general plan of a reading selection, looking
for headings, key phrases, topic sentences. In gleaning the
essential pattern of thought, the student is thus better pre-
pared to give the material the scrutiny desired for full com-
prehension.

Techniques helpful in grooming students in this specific skill
may involve practice in finding dictionary information, timed
exercises in the use of television or radio schedules, or practice
in using a directory. Certainly the efficiency with which a stu-
dent locates material in his textbook is revelant to his success in
skimming techniques. Thus, format guides (index, table of con-
tents, chapter headings, topics, footnotes) become functional.
Oral questions asked in class about a paragraph, a poem, or a
short story can be directed in such a manner as to encourage
students to compete in finding answers readily. Certainly the
importance of skimming in review or study should be brought
to every student’s attention. Thus, students can be guided into
the habit of discriminating between the important and the
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relatively unimportant details. Skimming possibly is one of the
most valuable techniques in training readers to use their minds
as “sifters” so that they remember the truly significant in their
studying.

Reading maps, graphs, charts, tables. Inevitably, most place-
ment tests reveal that students are vulnerable in their ability to
use tables, charts, graphs, and maps successfully and quickly. It
seems obvious that social studies, science, and mathematics
teachers would find cause to concentrate on this standard weak-
ness. However, the English teacher, too, can provide helpful
experiences demanding use of this important skill. Literature
books often make use of the chronological table, which can be
used effectively if the teacher directs student attention to plac-
ing specific milestones in history, to comparing life spans of
authors, to spotting significant correlation between scientific in-
ventions or discoveries and literary trends. Graphs often reveal
pertinent social or economic factors helpful to an understanding
of literary movements, and maps certainly enrich students’ ap-
preciation of geographical location as an element in literary
themes. The map, the chart, the illustration, if brought to the
young reader’s attention, can be a significant supplement to
thorough comprehension.

Reading to organize. Just as the blueprint is inevitable in
constructing a building, a map in driving through an unfamiliar
area, an outline in preparing a paper, so the awareness of a
writer’s organizational plan is essential to maximum reading ef-
fectiveness. Whether a student is compiling information for a
report, studying for a test, or simply reading a brief selection,
he needs to approach his task with some concept of an outline.
With the outline concept in mind, if n